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ABSTRACT 

The eifeqts of two types of self-determined 
reinforcement ccntinqencies cn childrer's test performances we're 
investigated and compared to each other and to extercallj determined 
cont inq'encies. In Experiment 1^ fctrth-grade children*s test 
perxcrmances were measured on a curriculum cf history facts^- 
Spanish-Enqlisb word pairs^ and ^eadirc ccKf rehen^icr passages for . 
three taseline sessions utilizing feectack (self-assessment and 
self-xecordinq) and three contingency sessicrs, Classrccus here 
randomly assiqned tc cne of five cccditicrs, which induced a control 
condition of nc ncontingent reinfor ceicert • Ihree ccntingercy 
condit^icns resulted in significant and ccnparafcle itcreases in total 
test performances over the control: exterrally determined 
*contingercie s set in advance of perf oriiaiicer self-determined 
contingencies set in advance cf perfcmatce hhet children here 
trained in continqency selection^ and self-cetercined ccrtingent 
points, which children awarded theiEselves after pe rf oripance In a 
condition in which children self-deterniined ccntingercie s ir advance 
6f • perf ormance but had no training in how tc se't ccntingercies^ the 
results were not significantly greater thar the control. In 
Experiment 11^ contingencies. were introduced fcx a Icrgex period of 

"time tc two fifth-grade, classes using a history facts curr iculuit. The 
comparatle increases in test perforaaice through externally 

.determined and self-determined contingetcies set in acvarce ox 
performance when children were trained ir ccrtitgency selection 
maintained over the three weeks.- It was sugcested that 
self -management tnat includes self-de ternined contingencies of 
reinforcement procedures may provide useful tecfhnigues for the 
classrooffl. (Author) 
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Behavioral self-management may become an important classroom technique 
if it is shown that by increasing children's control over their academic and 
social behaviors their education is facilitated. Studies of behavioral self- / 
management by children have typically introduced multi-faceted programs. 
These programs often include some or all 'of the behavioral ^components out- 
lined by Glvnn, Thomas, and Shee (1973): self-assessment, self-recording, 

self-determination of reinforcement, and self-administration of reinforce- 

_ > 

ment. 

*» 

* A major consideration in the analysis o| what constitutes effective 
self-management is the comparison of self-determined to externally det;er- 
mined contingencies of reinforcement. There are discrepancies in the re- 
suits cf studies which may be related to the procedure by which the indivi- 
dual determines a contingency of reinforcement. In one procedure, the child 
performs a target behavior and immediately afterwards decides on the amount 
of tokens to self-award. Of those studies using this procedure which com- 
•pared self to external determination equivalent effects were obtained 
for performance on multiple 'choice tests (Glynn, 1970) and on a discrimina- 
tion task (Johnson & Martin, 1973) • The results of other studies including 

this procedure but wlthouT^thB-^^ to external determination indicate 

\ 

its effectiveness in (a) maintaining on-task classroom behaviors at the 
high levels previously established with externally i^npr)sed reinforcement 
HPolstad & Johnson, 1972; Drabman, Spltalnik, & O'Leary, 1973; Glynn,' Thomas, 
fit Shee, 1973); (b) increasing on-task classroom behaviors with a cueing 
procedure in which a chart indicated on-tafek behaviors (Glynn & Thomas, 
197A; Thomas, 1976); (c) improving the quality of children's written stories 
as veil as increasing specific target writing responses (Ballard & Glynn, 1975). 



Other studies have employed a second procedure for self-determination 
of contingencies in which the child sets a contingency of reinforcement in 
advatfce of performance. Findings in this area conflict as to whether self- 
management using self-determined contingencies is' more effective, equally 
effective, or less effective compared to pirocedures using externally deter- 
mined .contingencies. Greater effectiveness of self-determined procedures 
was reported by Lov^tt and Curtiss (1969). The 12 year old student im- 
proved his academic response rate more when he pianaged the contingencies 
rather 4:han his teacher. Equal effectiveness of self-determined and ex- 
ternally determined contingency procedures was found in comparing groups 
of children by Bandura and Perloff (1967) a^^/^^lixbrod and 6'Learv (1973, 
197A). Children who chose the performance levels at which they would give 
themselves tokens performed as well on a motor task as yoked children who 
had the same contingencies externally imposed (Bandura^& Perloff, 1967). 
Similarly, children who chose their own performance levels jJ^rformed as 
well on arithmetic computation problems as yoked child^ri' w^o had the 
same contingencies externally imposed (Felixbrod & O'Leary , *1973, 1974). 
Lesser effectiveness of self-determined contingencies was f^und ift a class- 
room study by Wall and -White (1976). While self-management usin>*self~ 
determined contingencies of reinforcement, signif i5:aritiy'4tlcreaaed the steps 
completed in language arts, a further '-significant increase wa^ ^f ound" when 
these students had externally determined contingencies. The results were 
thought to be related to the much more lenient relnf orcemejit scfiedules wh^ch 
students selected when they managed the unrestricted points'. 

In sun^ary when children determined points after performance, the two 
studies making the comparison between self and external determination found 
equivalent effects. When childrendetermined coniin^,encies of reinforcement 



in advance of performance, §tudies had incohsistent findings'* for this Com- 

/ * ' 

parison. ' , 

JThe studies which .employed contingencies set in advance of performance 
and found equivalent effects had yoked the children under externally imposed 
contingencies to standards self-determined by other children (Bandura & 
Perloff, 1967; Felixbrod ■& O'Leary 1973, 1974). This procedure may not 
provide the most appropriate contingencies for the individuals in the ex- 
temally imposed condition. The comparison of contingencies eifttemally, 
determined according to each individual's performance (rather than yoking) 
to self'detennined contingencies is not addressed by these studies.-' 
This latter procedure for externally detendinad contingencies was employed 
in the present research. 

The purpose of th^- prese;it research was to investigate'and compare 
the effectiveness of self-management procedures in which children set con- 
tingencies in advance of\their performance to the efficacy of procedures' 
using contingencies externally determined in advance and to' procedures in 
which children self-determined points after performance. Since a tendency, 
for children to select lenient performance standards. had been noted in 
some of the prior studies (Felixbrod & O'Leary,, 1974; Lovitt & Curtiss, 
1969; Wall & White, 1976), the effecfe of training children in contingency 
selection were also investigated. 

Another way in which the present study differed from prior studies 
was in the extent of the "self-determination" of contingencies. An pre- 
vious research,, children were oft^n allowed to choose the amount of token 
reward themselves, but experimenters often limited this choice to a narrow • 
range and frequently selected the nature of the back-up reward. The present, 
research provided greater self-determination of reinf orcp^^ent through a 
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broader range of points and a variety of back-up reiirforcers utilizing stu- 
dent suggestions. * ' , ' , »' ' 

f' 

EXPERIMENT I ' ^- ' 

» ♦ 

Method , ' ^ 

/ ' 

Sub1ects\and Setting < ' . 

The subjects were'- 105 fourth-grade students from two public 'schools- 

^ . f 

- in a suburb of New York. Five classes were randomly assigned to conditio«s. 
The predominately white upper-middle socioeconomic status children were " 
in heterogeneous classes of 19 tq 24 'students. Data- analyses excluded 
eight students who either had a knowledge of Spanish words which was part 
of one task,- or were absent more.than one out 6f three baseline or contin- 

^ gency sessions. 

The children ranjged in age from 8 year 3 ^11 months to 10 yeWrs 10 
months, averaging 9 years 11 monXhs during the' middle and end parts of' 
the Spring^ term wHen the study took'place. Classes did not differ signi- ' 
ficantly.on IQ scores (overall mean IQ in the bright normal range = 113.63, 

SD - 13.69) nor^did classes differ' signif icalitly on reading achievement ^ 

/II'' • ' * ' 

(overall mean = 65.^6 percentile, SD = 25.20). 

Materials ' ' ' ' , ' ^ 

An experimenter constructed curriculum was used which consisted of 
materials unfamiliar to-t^e studen£s. according to teacher report and class- 
room curriculum.. To control the difficulty of materials kcross sessipns , 
the materials wer6 randomly as.signed to study irnits. Students iit all con- 
,ditions received the same currfcular'materials on- each baseline or contin- . 
gepcy session. Jhe content of the materials differed from session to session 
without repetition. The same experimenter '(white .female in mid- twenties) 
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distributed raaterials and gave instructions for all conditions. 

Study units . At the beginning of each session, the students re-* 

\ 

ceived a packet consisting, of five study units. Each study unit coif*- 
^^tained a set of facts, a set of word pairs, and a passage for reading 
comprehension, ^ithin each study unit the order of appearance of the 
set of facts, set of word pairs, and. reading passage was randomized. 

Each set of facts cpnsisted of five chronologically related his- 
torical facts derived from The Timetablesof. Hi story by Bernard Grun. * 
A key word was underlined in eacb fact. An example of two of five 
historical facts in a set follows: 
In the years ^00 to 500 A.i).: 

• r - 

The last Roman troops, left Britain in 436. ^ 
St. Augustine wr^ot?^ "The City of God.** 

Each set of word pairs consisted of five pairs of Spanish nouns with 
their English tr^anslations derived from a listing of the mpst frequently 
used words in both languages ( Spanish: 3100 Steps to Master Vocabulary by 
William Jassey) . The first two pairs. shared a common relationship and the 
second three pairs shared a differe^nt common r^atibnship. An example of 
two of the five Spanish-English pairs in a set follows: 

came — meat ' * 

hortallsZa vegetable 

The above tasks were designed along the lines of the educational 
strategy of exposing students to new 'factsr ot words which might later be 
applied during reading assignments or classroom lessons. ^ ^ * 

Passages for reading comorehension were modified I'rom the Bamell 
Loft Specific Skills Series by Richard Boning, Inte mediate Levels C and 
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Getting the Fa<^ts and Locating the Answers^ Each passage was approx- 
imately 110 to 150-.wiM?ds in lengths Students read the passages in the^ 
study units. Five comprehension questions on each passage later appeared 
in the recall test. * * 

The packets for each session thus contained five study units. Each 
packet consisted of a total of^'^ive sets of five historical facts (25 
historical facts), five sets of five word pairs (25 Spanish-English woxd 
pairs), and five reading passages (on which a total of 25 comprehension^ 
questions were asked in the tests). These numbers of items were in excess 
of what the children could learn and recall du4ing the brief time* for 
studying each session to avoid the occurrence of a celling effect in 
the research. 

Tests . Tests contained questions which^ corresponded to the study 
unit«uthat session. With each set, the facts and word pairs were rando- 
mized so that the study units and test questions did not correspond in 
the order of -items. Test questi^ons required recall of the underlined word 
in historical facts: 

iln the years 400 to 500 A.D.: ' 

.S't. August in^wrote "The of God." 

The last Roman troops lett'/ in 436.- 

and the English meaning of the pairedSp^ish word: 

^came — 

hortaliia — . * 



as well as details from the reading passages; 
The ^seaman took hold of the 



What was the name of the •ship struck by a whale?. 
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The test for each packet consisted of 75 items: 25 historical facts, 
25 Spanish-English word pairs, 25 reading comprehension questions,^ 
Procedure 



Baseline orientation. . One week prior to baseline, an orientation ' 
session provided a brief explanation of the program and gave students 
practice w^th the materials and procedures. A short sample lllustrated\ 
a study unit, test, and abswer sheet.- Students^studied, were tested, 
and checked their answers on a practice packet. 

Baseline . Baseline sessions were held on three consecutive mornings, 
Baseline and contingency sessions, were the same in every respect except- 
the presence of the point systems. „ Students were Instructed to learn as 
much as they could on the study units and were ' reminded that they would 
have questions to answer. Stifdents could review or work on other, school 
work if they finished early! Twelve minutes were provided for studying 
the units. ^ Units were then collected .and followed by a twenty minute 
testing period which was .sufficient time for all students to write their- 



answers . 



\ 



In all conditions, children wrote their answers to the test questions 
on answer sheets' which produced a copy.' After the students' original 
answer sheets were collected, the correct answers were distributed so 
that students could check their own answers against the correct answers. 
The original answer sheets were separately scored by the experimenter . and 
these results were used for data analyses and assessment" of the accuracy 
of student self-assessment. 

On record sheets, each student self-recorded the total number of 
correct answers. The same record sheet was given (o each thild on successive 



sessions so tfiat each student had a record of his or her own number of 
correct answers for all prior sessions. 

Contingency orientation . An ^orienta tion took plat:e immediately 
prior to, the first sessien under contingencies. The relationships between 
contingencies, point accumulation, and the activities period and chance? 
for prizes were briefly explained except in the^ control condition., 
Students were informed that' a maximum of 300 pofnts could- be saved fbr 
each of the three days under contingencies for a total maximum of 900 
points. Of the saved points, 450 would be required for the full hour of 
the activities period ^nd extra points could be us^d for raffle chances 
for inexpensive prizes. 

Contingencies . Contingency sessions were held on three qonseciitive - 
mornings of the week following baseline. An activities period^for redemp- 
tion of points was held oh the final school day the same week. The 
activities and pri^fes were selected from student, suggestions on a written 
survey it\ each condition. Raffle prizes consisted of three inexpensive 
gifts within each condition. 

.Contingency procedures differed according to conditions. A separate 
class was randomly assigned intact to each of the following conditions: 

1. Externallv determine d contingencies set in advance of per formance - 
On the basis of the individual's baseline scores, the experimenter assigned 
the number of points that each child would receive for e^ch correct answer 
durirxg contingency sessions. The points were set .by the experimenter so 
that students would obtain 70 to 80 percent of the maximum points (300) for 
maintaining ^heir average baseline performance on any given session under 
'contingencies. Every student could thus earn £he. activity period if they 
maintained or improved, test performance. After -self-assessment and self- 

10,- ■ . - 



recording their total number of correct answers each session, "students 
calculated how many points they earned by multiplying the points set. for 
each correct answer (written od their record sheets in, advance by the- ex- ' 

perimenter) by the totaPnurabfer of correct answers. . • 

./ 

^* Self-determined contin gencies set in advance of perfoTmance wit h 

^ ' » 

'^''^^"^"^ ~~ ^^^^ knowledge of previous t4st scores through their individual 
recoirds. each student rather than the experimenter set the number of points 
which he or she would rece^v-e for each correct test answer at the' beginning 
of each session under contingencies. ' 
^ ^ Prior to the first contingency session, an additional brief training 
(12 minutes) focused on a way to set the points f or .incfeas ing test per- 
fcrnance.^^ Students were given a supplemental^- chart. which indicated the 
different points set ftfr each answer and corresponding number of' correct 
, answers needed to earn the maximum points. Training consisted of a brief 
f'ecture and practice exercise on graphing, test scores, setting individual 
.goals for total number of correct answers, and selecting corresponding 
po-tnt contingencies for those goals u^ng the chart. At the beginning of' 
each session under contingencies, students were .given the supplementary 
point chart and graph, reminded of the goal, and point correspondence, and 
allowed to set their criterion for |hat session. 

^' Self-determined contin gencies feet in advance of performance without 
prior tralnlnp, -w The same procedure was used as in 2. without the train- 
ing or chart for contingency selection. 

Self-determined conti ngent points after performance ~ With know- 
ledge of previous and current test scores through individual records, each 
child self-awarded a total number of points at the end of each contingency 
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session based on what* £he individual thought, he or she earned/.' Students 

we^e reminded at the beginning of^.each colltingency session t-haj: each ^ 

% indiA^idual would be giving himself or herself paints'^ afterwards. 

5. Control — Students had. feedback on 'test performance througli 

self-assessment and self-recording but did not have contingencies of 

reinforcement^, ^-Students were not .given poiiifcs on-a daily basis but were 

noncontingently given an "inheritance** of, a total number of 900 points 

-at the end of the final contingency session. ^ ^ 

► ft 
' , Results 



Total Test Per f ori::ance 



Number CQ^rect^ comparisons .between condj^tions . The mean, number of 



correct^answers during the ^contingency sessions were adjusted according 
ro the '^^^H^ th6 analyses gf covaftiance ,for baseline 'test scor.^s an<J 
IQ and canTRfi seen in Table 1. A significant treatment effeq^ was fouiid 

y (F (4,93) = 3.61, £<.05) us ing\ one-^j^ay analyses of covariance wit;h two; 

^^ovariants (average baseline total test^^^li^es and IQ scores). 

-^Using Scjifffe" contrasts, externally, determined contingencies, 

^ 'self-determined ^contingencies set in advance, with training, and^ - 

^ self-determined points which children determined after performarc'e T.rere 
Significantly more effective in increasing test scores' than controls 
(p<.05) but not significantly different from, each otiier. The condition 
in which children self-determined contingencies in advance wit;l\G,ut 
training was not significantly different from the 'ci^ntrol condition or 



■the other three cQnditions^ 
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. * Table 1 " 

* Mean and Standard Deviation Test Scores, Me^n Gain, and Adjusted Mean by Condition 



Condition* Baseline Average Contingencies Avera^^e 



SD 



,1. Externariy 
determined 
continge^y 



2. Self-detemined 16.71 
contingency 
^vi^th training ^ 



3. Self-determined- 1^.3,3 12.69 

contingency 

without training ^ 



A. Self-determined 18.74 
points after 
performance * ' 



5. . Control ^ 21.24 12.41 



X /Adjus_tedM SD 



23.53 Al.37 ' 27.49 (23.97) lo'.98 



8.14 21.21 (24,02) 9,31 



/ 



20.97 (22.28) ' 12.60 



7.35 23.65 (24.58) • 8^46 



21.21 (19^1)'"^ 10. 



33 



Gain over - Significance of Cain 

Baseline 



3.96 (t]l9} - 6.05,' £<0. 001) 



4,50 (lQ-8] - 5.41, £<0.001) 



2.64' ' (l[23] - 3.08, £<0. 005) 



4.92 - 4.99, £<0'.001) 



-0.03 (l[22] - 0,03, '2-0.976) 



Note, Ad^ysted for Baseline and IQ Scores. Overall Baseline Mean - 19.74. 

4 
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Number correct; effects within conditions > The differences between 
exp erlmental^nd control conditions can also be seen In how students' per- 
formances In each condition differed from baseline to contingency sessions. 
Paired observation jt-tests were used to evaluate the effects of procedures 
within the conditions. A significant increase in number correct from base- 
line to contingency sessions was found within every experimental condition. 
No s.ignificant change in total test performance was found within the -control 
condition. These findings can be noted in the gains frpiir^e baseline to 
contingencies (see Table 1) as well as in the- mean, scores by session. 
The distribution of gains for individual students indicated that the mean 
gains accurately reflected the performance of students within conditions. 

The experimental groups which had significant increases over baseline 
and in comparison to the control condition improved in both the number of 
items which children were attempting (i.e**", writing in answers) and their 
accuracy (number correct compared to number attempted)^ In all contingency 
.conditions thi; mean number of points earned each session ^under contingencies 
Was 'quite high (over 200 to a maximum of 300 poitits).. 
Test Performance in Task Areas 

Gains in the total number of correct answers were due to increases in 
scores on the reading items tanging from mean gains = 2.68 to 4.04, paired 
observation t^-tests, £ <.01). Performances on the history facts and Spanish 
English word pairs were not si^ificantly different .(history facts, mean 
gains - -0.65 to l.J:^ and Spanish^English word pairs, mean gains = -0.27 
to 1.11). 
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There were no significant changes in the total number of correct answers 
for the control'^condition. 'This lack of change was the result of lower scores 
on history facts (mean gain « -1.00) and Spanish-English word pairs (mean 
gain • -1.00) combined with a significant increase 'in reading items (mean 
gain « 1.97, £ <.01). This significant increase in reading items was 
'questionnedas a possible effect from feedback. Tljerefore a supplementary 
control condition was introduced in an additional class in whidh procedures 
exiuded feedback through self-assessment and self-recording but results^^ 
were par allel to the control condition. 

The finding ^hat only reading scores had inproved was of concern in 
terms of the generalizability of the procedures. Therefore, an additional 
class in one of the schools self-determined their own points in advance of 
performance specifically for correct Spanish-English word pairs ori the tests. 
The results supported the gener^izability o'f the procedure to specific 
tasks since the Spanish-English test scores increased significantly under 
the contingencies (mean gain = 3.27, £ < .01). Significant increases were 
also obtained on the Beading items (mean gain = 1.60, £ < .01) but not on 
the historv facts ' ' 

EXPERIMENT II 

Comparable increases were found In Experiment'! when children had con- 
tingencies set in advance which were externally determined or self-determined 
with a- brief training. A second experiment was then carried out to ^determine 
the stability of these findings over a longer time (ths^ee weeks).' 

Since the effectiveness of contingency prol|gdures on children' perfor- 
mance in history had not been demonstrated in Experiment I, a curriculum 
based only on the' historical facts was introduced in Experiment II. 

16 . : • 



E3?periifient II al?o used a different population, urban fifth-grade 
' / , . ' ' ; 

children .o£ average rather than high average mean IQ scores. 

, • Method ^ 

Subjects and Setting 

The subjects' were students from two fifth-grade .classes, in a New 
York City parochial school. *The'sdho6l jfopulation was heterogeneous in 
composition with 67% white, 13% black, 12% Spanish background, and 8% 



Oriental students, 



The study was conducted during the middlXpart o,f the fall term. 
The study included 62 students: 31 in each conditl^ (16 female', 15 male). 
The data analyses excluded 7 other students who wer« absent more than one 
out of three sessions during any week in baseline or contingencies and 
one student for whom there.was a ceiling effect on the tests. The children 
ranged in age from 9 years b month to 11 years 8 months with an average 
age of 10 years 4 months at the time of the study. The heterogeneously 
grouped classes did not differ significantly on IQ scores (overall mean « 
106.39, SD » 10.08), or reading achievement (overall mean « 57.90 per- 
centile, SD » 25.15). 
Materials 

Historical facts of the same form described in Experiment I were used 
as well as similar recording and reinforcement materials. 

Each session students received a packet colisl^ting of 7 set^ of his- 
torical facts. There were 5 facts in each set for a total of 35 facts. 
Tests containg^ questions which corresponded to the 7 gets in eacK packet 
for a total 6f "35 tiest items per session. 
Procedures 

Procedures were similar to Experiment I with the following modification 
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Baseline . ^Students had 4.5 minutes, ^or studying and 10 minutes 
for testing. Three baseline sessions were held on alternat^e mornings 
in one week (a practice session had been held a we^k prior). 

Contingencies . ' The contingencies were instituted for three con- 
secutive weeks beginning the week immediately following baseline. Each 
week three sessions were held on alternate mornings. Students were informed 
that a maximum of 100 poiats could .be obtained each session, and their 

^ c 

points could be saved over, the three sessions that week under contingent 
cies. Of the sayed points each week 150 were required for the full half- 
hour activities period and extra points were used for chances for two 
prizes in the drawing at that activities period. 

The points set- by the experimenter for the externally imposed con- 
tingencies wei*e again based on individual student's baseline averages 
so ,that students woaald obtain 70 to 80 percent of the maximum points (100) 
for maintaining their average baseline performance on a given session 
of contingencies. 

The training in contingency selection was similar to that in Experi- 

-r '( ' - 

ment I, except-^or the exclusion of graphing and addition of a third 
practice example. 

i. Results 

There were no significant difEerenpes in the effects of external and 
self-determined contingency conditions using Repeated Measures ANOVA on 
the mean test/scojes for successive weeks (1,60 = 0.52,N.S.). How- 
ever, highly significant increases were found from baseline to contin- 
gency weeks for both conditions. The higher mean test scores und^r con- 
tingency we^ks and the gains ovfer baseline can be noted fronTTigure 1. 
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Figure 1. Mdan nurljr correct by sessions and conditions for the history curriculum 
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^ Under both the, externally determined and self-determined contingencies, 
o the mean number Q^s^oints earned on each (;ontingeucy session was .high. Mean 
ppints ranged in sessions from 84 to 98 points out of a pos&ible 100 ^Criats. 

Discussion 

^ . The present research indicates that all three contingency procedures 

investigated improved academic test performance's of children. With a brief 
training in contingency selection, students. set contingencies in advance 
of performance which were as effective as those set by the experimenter. 
A simpler procedure, self-determination of points after perfo'rmance was 
also effective. 

In assessing the effectiveness of self-managepent procedures in 
academic situations the generalization of the ffe If -management skills and 
their effects across different subject areas and over time are important. 
■* In Experiment I the effects of different types of self-determined con- 
tingencies and externally determined contingencies'were not found equal^ly 
across all tasks. While the contingenciesi were based on total test scores, 
significant improvements were obtained only in the reading items and these 
weije found for all conditions including controls. Differences between 
•f conditions were obtained partially due to the fact that there were decreases 
in the history facts and Spanish-English word pairs for the control students. 
One possible explanation for these discrepancies in task. areas is that the 

r 

students may have increased their performance"^on the easier task (since 

more reading items were also answered correctly in baseline sessions) 

> 

while only the students under reinforcement contingency .conditions 



) 
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maintained their performance oh the two more difficult- tasks. However, in- 
creases in Spanish-English word pairs were found vhen a self-determined 
contingency specifically for the number of. correct Spanish-^glish word 
pairs was iatroduced fpr children who studied the curriculum containing 
all three, tasks. Significant Increases in historical fa§ts wq« found in., 
Experiment II when children self-determined a contingency in advance of 
performance using a curriculum of only tha historical facts. Thus per- 
formance on all. tasks^ improved with the appropriate contingencies. 

In addition to the generalizati9n of the effects t>f ^elf-determined 
contingency procedures across academic tasks atnother concern is whether 
effects will be maintained across time. In Experiment II, children who 
set contingencies in advance of test performances after a brief training 
maintaineji their increase in the number of correct answers over a three 
week period. Maintenance over longer terms shodld be studied. 

An important consideration in implementing self-management procedures 
is the reliability of childr_en's self-assessment and self-recording. In 
the present research there was a high degree of agreement between children's 
scoring of their correct answers and the experimenter's scoring. Agreement 
ranged from .90 to .96 across conditions in both experiments (agreed number 
correct test answers/agreed + disagreed). In evaluating chilcften's use of 
self-management, the extent "of individual rather than experimenter selection 
in the determination of contingencies should be taken into account. Greater 
self-detemination of contingencies was introduced in the present research 
through broader point systems. Future research should assess the effects* 
of training^ln contingency' selection as a function of thg^arameters of 
self-reward since children might require training mor'^ wfien th^e is greater 
self-determination than when points are limited. The present research also 
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Utilized back-up reinforcers which^ students suggested. Jh^ back-up activi- 
ties and prizes were highly rated by the students in both experiments. 
The reinforcement activites and prizes were high rated as "pretty good/* 
or'^'really great" by 87% - 100% o£^ the students in all experimental and 
control conditions. Results from rating scales also indicated Bfiat most 
students {71% - 81%) reported that working for points and the activities ' 
period 'often" or "usu.^lly" helped them work harder in^all contingency sessions 
Effective self-management procedures could have several possible 

implications f or\cl^ssroom instruction^ Self-management procedures mav 

r 

be useful" for providing students with feedback and reinforcement to a 
greater extent than a single teacher would be able to provide in certain 
situations. For example self-managenent procedures mav be useEjil when 
there is a. large degree of individualization of instruction or for increa- 
sing specific on-task* behaviors (i.e.„ class jgarticipation in discussions, 
completion of assignments) for a class or particular children in a^tlass. 
Specific contingency procedures mav be found to be most effective and 

possible to implement according to instructional 'situation^. For example, 

j ' , ^ i ' 

contingencies which are self-determined in advance may^^^ j>art icularly 

effective within personalized or programmed instruction or for assignments in 

which behaviors are discrete and advance planning and, goal setting is help- 

ful, while self-determined points after performance may be preferable for 

larger less/regularly quantified behavdors. . 

Since the procedures encourage management by the students rather than 

req{iirlng mdre adults* in^he classroom or substantially indreasing the 



teacher *9 tasks, &elf-management may offer a cost-ef f €ictive technique 
for education. Finally, there is a poss'ib^ility yet to be Substantiated 
by future research that through the introduction of sBlf-m^nagement proce- 
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dures to the classroom, students will improve their self-management skills 



in /a way^ which will encourage the transfer of these skills to increase their 
learning ^across.^different environments. 

. I 
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